Introduction
Since the early 1990s the Swedish school system has undergone dramatic changes on many different levels. These alterations, we contend, have opened the way for both 'more' and 'less' diversity in Swedish schools. They opened up the way for more diversity in that they provided opportunities for a greater variety of schools. Confessional or 'ethnic' schools have been allowed, as long as they teach non-confessional religious studies, and schools with particular profiles in languages, mathematics and sports are now also allowed, as long as they achieve the goals stated in the curricula. But the reform has also opened up the way for less diversity in most individual schools since middle-class parents now tend to choose schools where their children will meet children of a similar background. According to critics, the overarching goals for Swedish schools have been set aside -namely, schools of equal education opportunities and where children would meet and interact with children from a variety of social backgrounds. Supporters of the changes retort that education before the reforms was not equally provided and spread out. Housing segregation in Sweden already made most public schools -where proximity to schools was how pupils were recruited -quite socially homogeneous.
Almost two decades have passed since major educational reforms were made, and in this period debates about immigrants (not least with a Muslim background), about multiculturalism, about different ways of being a citizen, and about the future of education have raged. In the last general election a xenophobic and anti-Muslim party obtained around 6% of the votes and this constitutes a tipping point between the ruling right-wing government and the left-wing opposition. This party is outspokenly against multiculturalism and demands drastically reduced immigration. But all other parties, at least rhetorically, endorse 'multiculturalism'. Political praxis, however, differs. Inequalities in access to social services, not least education, have increased dramatically in the last two decades, and these inequalities are typically correlated to immigrant background and residence (see Kallstenius, 2010) . Low retention rate between the intermediate and secondary level of education, insufficient school results, high youth unemployment rates and 'social problems' are today typically associated with certain suburbs where immigrants, their children and their grandchildren live.
In this article we want to look closer at some aspects of the complexities of, and debates about, 'multiculturalism' and education in Sweden in light of the enormous shift in publicly financed schools during the decades coinciding with a great increase of pupils who are born, or whose parents are born, outside Europe. The article is based on material collected in the research project 'Future Citizens in Pedagogic Texts and in Educational Policies. Cases from Lebanon, Sweden and Turkey'.
[1] The empirical focus of the research is school subjects like civics, history, geography and religion in the later years of the compulsory school, particularly the 8th grade. The starting point of the research project is our belief that school remains an important educational arena where the citizens of the future both emerge and are constructed. We try to find out how the 'right' kind of citizen is presented and depicted and what values are highlighted concerning a national and a global level in textbooks and educational policies. Whose history is made visible and what voices are heard? What groups or categories are identified?
In the first section of this article we will briefly discuss the development of Swedish curricula since 1969. This was the first mention of 'children to new citizens'. In parallel with the curricula of 1969, 1980, 1994 and the most recent from 2011, we will bring out a few important Swedish government official reports concerned with immigrants and multiculturalism. In the second part of the article we focus on religious education in the curricula from 2011. The work of the subject experts will be scrutinised, as well as the response of the Swedish National Agency for Education and the final decision by the Ministry of Education. The content of a few textbooks will be discussed as well. We choose religious education because of its ambiguous role in the Swedish school system. It is a school subject which has evolved from being the mouthpiece of the Church of Sweden to a non-confessional subject with a broad content. Yet in the curriculum from 2011 it is also the subject where the government had the most to say. In the concluding section of the article we will analyse the continuities and the ruptures in curricula from 1969 to 2011. The curricula from 1969 (Lgr 69) and 2011 (Lgr 11) are available in English (see References section) and we have compared these with the Swedish texts. Translations of texts in Swedish in this article are, however, our own.
As well as carrying out a close reading of the various documents and textbooks mentioned above, we interviewed experts who have worked with the latest curricula, as well as textbook authors and publishers. While reading, we asked our material the following questions:
• How is the pupil's identity constructed in relation to place, nation, religion and language in policy documents for schools and pedagogical texts? • How is the relationship between national and global perspectives treated in relation to the pupil in curricula, official reports and pedagogical texts? Our approach to the material can, following Banting and Kymlicka (2012) , be seen as archaeological in that we try to find and follow the different layers of policy-making. In an article discussing whether there really is a backlash against multiculturalism policies, Banting and Kymlicka (2012) discern two different tendencies to analyse continuity and change. One is concerned with how long periods of continuity are suddenly interrupted with sharp change. The other is more focused on how change takes place even in the context of stability. To grasp the latter requires, according to Banting and Kymlicka, the mindset of an archaeologist (2012, p. 16 ). Our method is influenced by such a mindset, but we also argue that in the Swedish case continuity interrupted by changes simultaneously co-exists with change within stability.
Multiculturalism in Curricula and Official Reports
Since the late 1980s a system of central regulation of schools and education in Sweden has changed into one of great decentralisation and deregulation. In 1989 Parliament voted that responsibility for running public schools would no longer be in the hands of the state but rather would be the responsibility of local councils. This was a reform pushed by the Social Democrats, but they also had support in parliament from the small leftist party. The reform was implemented in 1992, against the wishes of many politicians, education experts and one of the two large teachers' unions. In 1992 a new major reform, the so-called free-school reform, was passed by Parliament. Education became a publicly financed and publicly formed market. Different actors could establish themselves and run tax-paid schools with the help of vouchers used by every pupil who chooses that particular school (or by their parents). This reform made it possible for various kinds of organisations as well as private limited companies to open schools. Concomitantly with the change of authority and responsibility, the steering mechanisms for schools changed drastically with goals, rather than rules, for how to run schools and how to educate in schools. A new curriculum was passed in 1994 to fit the new policies. The new curriculum contained descriptions of the results that ought to be achieved for different subjects for the different stages. Curricula could easily be adapted to the local situation. In this decentralised system the state would make checks only post facto, and mainly after complaints, to see if the goals were fulfilled by the schools.
The 1994 curriculum, Lpo 94, marks an important shift in the way schools were run. It was also the curriculum where the 'multicultural task' of the schools was mentioned the very first time in the general goals for Swedish education. Through internationalisation there is an increased need, as stressed in the text, for people to be able to live with and appreciate the values connected with cultural plurality. Schools constitute a social and cultural meeting place where such abilities should be trained (Lpo 94, . This was also the first curriculum where a link between fundamental values of the school and 'Christian tradition and Western humanism' was made. At the same time, the continued policy of non-confessional education was underlined in the curricula. Lpo 94 was passed by Parliament when Sweden had a coalition government of four centre-right parties but there was a parliamentary consensus about the goal-oriented and 'multicultural' aspects of the curricula. The wording about 'Christian tradition and Western humanism', however, became hotly debated. To many, this wording was a strong signal of disapproval towards non-Christians or nonbelievers living in the country and was contrary to many people's ideals of multiculturalism. Interestingly, in 1996 a Swedish government official report -Sweden, the Future and Multiculturalism -formed the basis for Parliament to declare in 1997 that 'Sweden is a multicultural society, and that this is a fact which should be positively acknowledged and should become part of the country's everyday life ' (SOU 1996:55, pp. 9-10) .
The Curricula from 1969: bridging class differences
Although the curriculum from the mid 1990s, Lpo 94, was the first with a stated multicultural mission, it is possible to trace the culturally inclusive ambition of the Swedish schools all the way back to the late 1960s. The curriculum from 1969, Lgr 69, was the first one linked to the new unified comprehensive schools system, heralded as the school of equal opportunities for all children in the country. Schools were therefore to be comprised of children from all parts of society. Pupils, it was underlined, would profit from being exposed to a pluralistic social environment, 'in which a good sense of commonality reigns ' (Lgr 69, p. 17) . In this curriculum the promotion of social plurality was formulated within a tacit understanding of class differences. School classes should be arranged with an eye to including children from different social backgrounds. [2] The communities that appear in Lgr 69 are 'open' and not defined in a discourse of 'us' and 'them'. But at the same time it is taken for granted that pupils are nationally and ethnically Swedish. The late 1960s is also a period with great interest in and concern about internationalisation and international solidarity. 'The aim of teaching about international issues is to form a basis for international understanding and willingness for international cooperation in the pupils' (Lgr 69, p. 48). 'Solidarity' and 'tolerance' between our nation and others is mentioned several times. Teachers should 'strive to get away from uniformly national and Western European perspectives but rather also seek to understand views and values from other cultures in order to obtain a more rounded understanding' (Lgr 69, p. 48).
In Lgr 69 children of immigrants are mentioned for the very first time, but only once, in a chapter concerned with international issues. Such pupils are classified as children of new citizens, and their presence in Swedish schools is thought to make more (Swedish) pupils come into contact with foreign environments and thinking (Lgr 69, p. 48).
Multicultural Perspectives Linked to Children with an Immigrant Background
Towards the end of the 1960s the presence of labour migrants in Sweden became more visible in public life. There was also a realisation among politicians, policy-makers, service providers and citizens at large that many labour migrants had come to stay regardless of perhaps early intentions to work there a few years and then return 'home'. Instead many started families, or brought spouses to Sweden and had children. How would schooling be arranged for the children of immigrants, especially when taking language issues into account? In1970 a supplement to Lgr 69 was published focusing on ways to quickly integrate children of immigrants (called immigrant children) into ordinary classrooms through instruction in Swedish as a second language, special textbooks, and extra instruction and special introductory classes. In 1973 a revised version of this supplement was passed (Lgr 69, Suppl. 2, 1973) . It was influenced by the work carried out for a Swedish government official report on immigration which had started in 1968 and ended in1974. [3] The final report instigated a new political area exclusively concerned with immigrants and minorities based on the three cornerstones of equality, freedom of choice and partnership (SOU 1974:69) . [4] The official report was extremely influential in shaping a multicultural policy which all welfare institutions, including education, had to implement. The report -and the concomitant polices -have been lauded for granting recognition and rights to immigrants. In later decades, however, there has been strong critique against not integrating policies towards immigrants into the general welfare system but instead creating 'immigrants' as a specific category with specific needs (Ålund & Schierup 1991; Bunar 2001) .
This multicultural policy resulted in an increased focus on culture, cultural differences and culture as a problem. In the revised supplement, mentioned above, there is a focus on potential problems such as language barriers and different sets of values. The supplement underlines the fact that 'family and sexuality is perhaps the area where southern European and Islamistic immigrants [5] have the most painful cultural confrontations' and that the pain caused by the majority society in the field of religion is less (Lgr 69, Suppl. 2, 1973, p. 19) . Although there is a discourse of difference and separation, there is also a discourse of the need to have open discussions in schools based on a willingness to communicate. From the middle of the 1970s we can trace 'multiculturalism' becoming increasingly associated with 'immigrant pupils' and their cultural differences. Unlike in the earlier curricula, internationalisation is not linked to the competences and skills of these pupils.
The Curriculum from 1980: continued emphasis on educational equality
In 1980 a new curriculum, Lgr 80, was adopted which in many ways continues the goals of Lgr 69. The aim of education is to enhance democratic values. There is still an emphasis on the need to have a 'rounded' composition of pupils in each classroom. Schools also have 'a special responsibility towards pupils with difficulties and towards children and youth who belong to different minorities' (Lgr 80, p. 14). The importance of language not only as an integral part of a child's emotional development but also as an instrument for the development of analytical thinking was much discussed in the early 1980s. Experts on bilingualism were very influential in forming Swedish education policies (see Narrowe, 1998, pp. 51ff) . Pupils with another mother tongue than Swedish have the right to equal education. The schools should strengthen their language development but also 'actively make use of their cultural heritage' (Lgr 80, p. 14). Complementary material from 1985 directed towards head teachers and teachers of Swedish as a second language stresses that Swedish schools should also support active bilingualism as a means to enhance continued education and opportunities in the labour market for children with another mother tongue (Läroplaner 1985:4) .
In Lgr 80 a 'contributionalist' (see Rabo, 1996) approach to immigrants and their children was underlined by affirming that they can be 'a resource to communicate knowledge about culture in other countries' (Lgr 80, p. 31). The language skills and experiences of minorities should be regarded as a resource not only in and for Sweden but also 'for international contacts and cultural exchange across borders' (Lgr 80, p. 146) . In this way, all pupils would learn to feel solidarity with other countries, peoples and cultures -one of the aims of education. Immigrant children should not be left to their own devices but they must learn to appreciate that bilingualism and their particular experiences are assets in the development towards 'a multicultural and multilingual society'. Successful multiculturalism is thus implicitly a task for the children of immigrants. In this period it was not only researchers in language acquisition and bilingualism who were consulted as experts, but also researchers focusing on culture and society. There was a realisation in Sweden that it is not only immigrants and minorities who 'have culture' but that 'Swedes' do too. In the complementary material from 1985 there was a section focusing on 'the meeting of immigrant pupils with the Swedish schools' where teachers were encouraged to scrutinise textbooks and other material to detect cultural assumptions. 'To what extent are the texts ethnocentric, i.e. is a Swedish cultural frame of reference seen as given and universal? ' (Läroplaner 1985:4, p. 19) .
It can hence be said that Lgr 80 came in a period when immigrant children were discovered and paid attention to in a more comprehensive yet limited way. The multicultural ambitions of Lgr 80 are neither part of the section where the aims and goals of schooling are laid down, nor found in the specific curricula for school subjects -other than in Swedish as a second language and mother tongue education. The multicultural ambition of education is hence tied to the children of immigrants.
The Curricula from 1994: the great shift
In 1992 a committee was formed by the government to prepare for a new comprehensive curriculum for education from grade 1 to grade 12 as well as adult education. Schools had come under the authority of local councils in 1989, and in 1992 the so-called free-school reform had been pushed through, as mentioned above. The need for a major shift in all curricula was linked in the introductory text to enormous changes in Sweden and in the world since Lgr 80. Some states had disappeared and others had been born, it says, and Sweden was becoming more closely integrated into a European and global economy (SOU 1992:94, p. 31) . The development of Sweden into a multicultural society was also stressed as an important change since Lgr 80. 'In our schools 113 different mother tongues are taught', and at the same time Swedish youth increasingly travel abroad (SOU 1992:94, p. 31) . In this official report there is a shift towards underlining new challenges that are seen as linked to immigration and a multicultural society, but also to globalisation. 'The increased cultural plurality creates a need for a cultural identity of one's own in order to understand that of others' (SOU 1992:94, p. 89) . But an identity should be developed to not only include the specifically Swedish, 'but also a Nordic, European and ultimately a global identity' (SOU 1992:94, p. 89) .
The curriculum which was developed on the basis of this report, Lpo 94, is the first which underlines that schools have an explicit multicultural task, but it is also the first where the link between fundamental values of the school and a 'Christian tradition and Western humanism' was made, as mentioned earlier. The uncertainty about who made up the multicultural society or school became even more discernible in the 1990s. In a government official report about the multicultural school in 1996 the starting point is that all people living in Sweden are part of and contribute to a multicultural society. But when concrete discussions about school practices are conducted, multiculturalism is represented by and through pupils with an 'immigrant background'. Texts commissioned by the National Agency for Education focusing on the multicultural task of the school since the late 1990s display a genuine interest and concern about the issue. But the discussions are framed in such a way that multiculturalism is either something which arrives in Sweden through immigration and often causes problems or difficulties, or something which could be a useful resource in a more neoliberal economic sense.
The Curriculum from 2011: a continued multicultural mission
The current curriculum from 2011, Lgr 11, has been pushed forward by a government consisting of four centre-right parties. The multicultural task of the school remains, as well as the much-debated issue of school values as linked to 'Christian tradition and Western humanism'. Since the beginning of the 1990s, international comparisons have shown that the performance of Swedish pupils is falling (Skolverket, 2013) . In order to improve results, schools must now follow the same subject curricula all over the country. Active bilingualism is now ignored. In Lgr 11 there is nothing about equal opportunities with children who have Swedish as their mother tongue, but rather a focus on language ability itself. Mother-tongue instruction is said to support language development and learning in different fields. It should also give pupils the ability to develop their cultural identity and to become multilingual. In Lgr 11, mother tongue is equated with the mother tongues of immigrant children (and children of immigrants), but never with Swedish.
Another shift is that a multicultural perspective appears in subject curricula in history, geography, religion and civics. This perspective was even stronger and more deliberate in the drafts by the different expert groups. The Ministry of Education deleted and changed some of this in an unprecedented way.
Religious Education in the 2011 Curriculum
'Religion is a subject which evokes strong feelings.' This is the first sentence in Malin Löfstedt's (2011) introduction to a book on didactics of religion with a subtitle that translates as 'Plurality, Philosophy of Life and Ethics in Schools'. [6] Löfstedt was part of an expert group set up by the Swedish National Agency for Education in 2009 to write a proposal for the new curriculum in religious education (RE) for the mandatory school. The proposal was presented to the government in the spring of 2010 and in the autumn the government presented its revisions to the proposal. The curricula of all school subjects were revised but it was mainly the text proposed by the expert group in RE which caused public debate. Löfstedt writes (2011, p. 10) that representatives of the government and media personalities claimed that Christianity had been made invisible by the expert group. Christianity was actually central in the text but the expert group and the Swedish National Agency for Education were also keen to underline plurality of religions and world views, in Sweden and elsewhere.
Why was there such a discussion about RE? Sven Hartman (2011, p. 19) notes that formal education has grown out of a need to pass on a religious tradition from one generation to the next. Education and religion have thus been tightly linked and interdependent in most societies. He emphasises that in Sweden, RE -or rather instruction in Lutheran Christianity -was for a long time the most important school subject and only in 1955 was Christianity to be taught in a nonconfessional way. In 1962 a decision was passed that education in Christianity had to be objective and the subject was also integrated into other social studies. [7] Until that year bishops of the state Lutheran church were supervisors of upper-secondary schools of their dioceses (Friedner, 2011, p. 497) . It was only with the curricula of 1969 that Christianity was changed to RE. At that time socalled issues of philosophy of life was also introduced. [8] Hartman underlines that processes of democratisation in Sweden in the nineteenth and twentieth centuries had a great impact on the development of Christianity as a school subject. From being the most important school subject with a very narrow content, it has been renamed RE with a tremendously broad content but very few hours of instruction (Hartman, 2011, pp. 28-29) .
Despite the controversies in 2010 over the new curricula, the differences between the writing of the expert group and the final text accepted by the government were 'mainly symbolic', according to Löfstedt (2011, p. 11) . The expert group had wanted to put Christianity on an equal footing with other so-called world religions in sections concerned with studying the importance of rituals, holy places and so on. The government decided that Christianity should be singled out and that 'the other world religions, Islam, Judaism, Hinduism, Buddhism', should be mentioned separately (Skolverket, 2011, p. 188) . That way, as noted by Löfstedt, there was a clear boundary between 'us Christians' and 'the others'. This change, she claims, was contrary to the modern kind of didactics of religion espoused by the expert group, which aims to questions differences between any given 'us' and 'them' (Löfstedt, 2011, p. 11) . Another change that the government had insisted upon was that teaching in grades 4-6 under the heading 'Religion and Society' should bring out Christian celebrations and traditions connected to the church year, for example through songs and psalms (Skolverket, 2011, p. 188) .
Can these changes be classified as mainly symbolic? If we look at the content of the curriculum in RE as a whole, from grade 1 to grade 9, then the changes might appear as small concessions. Christianity in general and Christianity in Sweden in particular are only a small part of the curricula for grades 7-9. Important changes in the 2011 curricula, which the government accepted, involved putting more emphasis on human relations, sexuality and gender as well as on the relationship between faith and science. But we can also assess the changes as very important. This is the view of Jonas Svensson, another member of the expert group. He underlines that the changes made by the government make it impossible to compare Christianity with other religions. The Minister of Education claimed that the importance of Christianity for the development of Swedish history and cultural heritage needed more emphasis. We now have a curriculum, Svensson contends, that does not really bring this out. Instead we have a curriculum which marks the uniqueness of Christianity (Svensson, 2010) . Finally, of course, we can claim that 'symbolic changes' does not mean they are not important. The Swedish government, after all, fought for these changes despite the views of the expert group.
Curricula in different school subjects in Sweden tell us something important about the overarching intentions and visions of the state. Textbooks, on the other hand, can be scrutinised to gauge how these visions are transformed to suit classroom realities. The 2011 curriculum does not give detailed aims for each grade but instead is divided into the following stages: grades 1-3; grades 4-6; and grades 7-9. Many books cover a three-year stage, rather than a single grade, and it is up to each school to decide what to teach in which grade as long as the goals for each stage can be assessed at the end of the stage. Below we will look closer at three of the most used RE textbookstwo for grades 7-9 and one aimed at grade 8 only.
Eurocentric Pluralism in Textbooks
Until 1991 all textbooks and other media used for teaching in Swedish schools were assessed by Läromedelsnämnden, a state authority. Since then schools have been able to freely choose from a large variety of books. But publishers are interested in producing textbooks, teacher handbooks and other material which closely follows the aims of the curricula in order to compete on the contemporary deregulated market. One important shift in the 2011 curricula for RE was, as mentioned above, to emphasise the lived experience of religions, and that religions and world views are not static but do change and are open to interpretation. That religion can not only cause conflict but also contribute to conflict resolution is also stressed in the current curricula. In the later years in the mandatory school RE should not only bring out the lived experience, but pupils should also be exposed to the central tenets and holy texts of the world religions. There is also an emphasis on the movement towards an increasingly multireligious society where 'old' and 'new' religions are present as well as secular and atheist world views.
In this article we focus on the way Christianity, Islam and Judaism are depicted in our three commonly used books because this is material that is generally covered in most schools for the 8th grade. All three books have a similar format and quite similar design with lots of photographs or other illustrations. Kompakt. Religionskunskap by Nils-Åke Tidman and Magnus Hermansson (Tidman & Hermansson, 2008) was first published in 1995 and has appeared in new editions since then. It is not clear how extensive revisions have been for each new edition. The text is rather simple, with generally short sentences. There are exercises at the end of each section. An equal number of pages are used for Islam and Judaism, while Christianity is covered on more pages than the two other religions together. SO:S Religion by Ingrid Berlin and Börje Ring was published in 2012 and can thus be been as a direct attempt to 'cap' the market after the 2011 changes. This book has more illustrations than the other books and the questions after each section are divided into a basic, middle and higher level reflecting the grading system. Also in this book Islam and Judaism have a similar number of pages while Christianity has many more. Only in Religion 8 Prio by Ole Högberg, David Isaksson and Mats Sundqvist, also published in 2012, does Christianity have approximately the same coverage as the other religions. Here there is also a conscious effort to actually make them comparable by using the same rubrics for each, such as 'Identity and Lifestyle', 'Religion and Society' and 'Different Interpretations'.
All three books treat all three religions and all religious practices described within each religion in a respectful way. The perspectives taken by the books are close to those found in contemporary religious studies. None of the books displays obvious prejudice against Islam or Judaism. Although they do bring out controversies and conflicts, the overall impression of the three books is that they emphasise the integrative and positive aspects of established religions. The books, however, display a rather Eurocentric and 'contributionalist' view of the world. Islam is valued for the contribution it historically made to European civilisation (see Rabo, 1996) . In Kompakt, Judaism is described as a European religion because it appeared in Europe long before Protestantism, and because Jews living in Europe contributed in important ways to its civilisation. Under the headline Islam in Europe the contribution of Islam and Muslims to developing Europe is mentioned but the focus is on the recent Muslim immigration. In SO:S Religion there is a section on Europe and the sister religions, i.e. Christianity, Judaism and Islam, in which mainly the history of European Jewry, including anti-Semitism and the Holocaust, is discussed. In none of the books is the long and continuous presence of Islam and Muslims described or discussed. Islam is generally associated with the Middle East in all three books through photographs and illustrations, and the history of Islam is also depicted with a focus on that region. SO:S Religion, however, has a picture of Indonesian girls dressed for prayer, with text about that country being the most populous Muslim society. Oriental Judaism is not depicted at all in the books.
In Kompakt the problems of and for Muslim immigrants, especially the young and women, are highlighted. 'To be an immigrant is about living in the intersection between different cultures and ideals' is the ending to the text next to a picture of two girls in hijab and a boy in soccer uniform. The picture is taken inside an unmistakably Swedish flat. But under the headline 'A Multicultural Society', the textbook Religion 8 Prio problematises Islam as a minority religion in Sweden by underlining the great variety of Muslims found in the country and by discussing the fact that Muslims may meet with prejudice. This is the book that stands out as being closest to the intentions for the new curricula put forward by the expert group. At the beginning of that book the authors underline the fact that differences within a religion may be as important as those between religions. The differences between Kompakt, SO:S Religion and Religion 8 Prio reflect, we contend, a development in Swedish academia. 'Cultures', 'religions' and 'societies' are increasingly seen as less bounded and human beings are understood less as imprints of clear-cut beliefs and more as having an impact on the development of them. [9] But even in Religion 8 Prio discussions of multiculturalism are rudimentary and quite skewed. Each 'world religion' has a section on multiculturalism/multicultural society. The text linked to Christianity discusses secularism, atheism and freedom of religion in Europe. For Hinduism and Buddhism, India and Sri Lanka, respectively, are depicted as multicultural societies. For Judaism there is a discussion on whether Israel is a multicultural state or not, but for Islam multiculturalism is discussed in terms of Muslims in Sweden -their religiosity or lack of it.
The textbooks we have studied reflect the curriculum and its rather Eurocentric outlook. Christianity is part of 'us', and in particular Islam is linked to immigration and Muslims are depicted as late arrivals in Europe. But despite these shortcomings and despite the bias towards Christianity in the RE curriculum we want to underline that RE in Lgr 11 and the textbooks is a multicultural step forward.
Vague, Malleable and Changeable Multiculturalism
In Sweden educational policies and curricular changes used to be set in motion jointly by educationalists and politicians as a means of changing society. [10] Since the 1990s changes in policies and curricula rather reflect economic changes that have already taken place. Education has become reactive. Curriculum development in the four decades covered in this article has been considerable, as discussed. From writing about pupils and active citizenship, and the need to discuss different values, we now find a child or a youth who has to be prepared for a demanding world in which values might be in conflict. In 1969 the pupils of the nation were thought of as homogeneously 'Swedish' but with different class backgrounds, yet international solidarity, especially with the developing world, was important. Already in Lpo 94, and now in Lgr 11, there is a realisation that Sweden is multicultural due to immigration but also due to increased mobility across borders more generally. At the same time, globalisation causes anxiety and the curriculum emphasises the need for Swedish pupils to be anchored in 'our own' cultural heritage.
Should this development, following Banting and Kymlicka (2012) , be characterised as one of continuity interrupted by sharp change, or as a process of change within overall stability? Has there been a backlash against multiculturalism in Swedish education? From our reading of the different curricula we can discern that there has been a simultaneous process of small continuous changes and interruptions with sudden changes. As discussed, the most important shift occurred in 1994. This marks the clear fostering of a competitive pupil, ready to (singlehandedly) manage and even profit from globalisation. But Lpo 94 was also the first curriculum underlining the multicultural task of the school. At the same time, this was a curriculum, as discussed, where the fundamental values of the school were linked to 'a Christian tradition and Western humanism'. This phrase can be understood as sediments in Swedish education before the 1960s, but it must also be seen as the result of negotiations by a multiparty government. Whether we discern sediments or ruptures depends very much on our understanding of history and the way we contextualise it. Sediments and ruptures are, we believe, interdependent and overlapping. This is partly due to how concepts and terms are infused with new meanings due to national and international debates. The latter are mainly conducted in English and formed by the migratory experiences of countries like Australia, Canada, the USA and the UK. The transformation of 'multiculturalism' into Swedish and a Swedish reality has not been crystal clear.
'Multiculturalism' has never been clearly defined in steering documents but instead remains vague, malleable and changeable. Furthermore, while the experiences of 'immigrants' (not least with a Muslim background) are typically said to 'bring variety' to the classrooms and can be 'used for pedagogical purposes', textbooks seldom acknowledge that Sweden today is, indeed, a multicultural society. Our material points to a paradox. There is implicit concern about pupils with an 'immigrant background' and how their lives have changed due to immigration, yet there is a huge silence when it comes to discussing in what ways Sweden and all people living here have changed.
Sweden is still officially multicultural. So far there has been no stepping away from the declaration made by Parliament in 1997 (see SOU 1996 . Sweden scores very high on a Multiculturalism Policy Index, seeking to capture 'commitment to multicultural accommodations' (Banting & Kymlicka, 2012, p. 7) . [11] But Sweden does not do well when entry to the labour market by immigrants and the children of immigrants is measured (Brochmann & Hagelund, 2012, p. 229) . 'Multicultural accommodation' in Sweden is critiqued from both the left and the right for not solving this issue.
In the middle of the 1980s the cornerstone of Swedish immigration policy from the 1970s, summarised as equality, freedom of choice and partnership, was reinterpreted by politicians. These concepts were not to mean that immigrants should form collectives, groups or minorities apart from majority society. Swedish policies should support individuals to integrate in order to become equal to others in society. According to Karin Borevi (2012, pp. 53-56) , immigration policy was changed through the back door and she claims that this marks the end of Swedish multiculturalism. Politicians, however, underline policy continuity and see the reinterpretation as a clarification. The reinterpretation, we think, reflects the fact that the relationship between individuals, groups and society was undergoing change. Today, when Sweden is thought to lag behind in international educational comparisons, 'multicultural' pupils are no longer seen as contributing to positive contact across borders. There has thus been a shift from viewing the immigrant pupil as an instrument for internationalisation to 'multicultural' pupils being seen as backward and parochial.
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